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ABSTBACT 

The report assesses the ispact of career 
avareness^oriented dranatic play procedures in elesentary school 
children* A sauple of 90 second graders fros Borth Carolina (66 fros 
open classrooss and 24 f rou self-contained dassrooas) # vho 
participated in a draaatic play prograu in which ttey constructed a 
■odel coMunity in the classroou, was cosparad . with a control group 
of 33 students vho participated in a traditift^Al prograa of career 
education (field trips, aovies, and sound tap^^^The results of the 
pre- and posttests, which were cross analyzed by^bility level and 
socioeoonoaic level and presented in tabular fora, suggest that 
draaatic play was aore effective than traditional aethods both in the 
self-contained and the open classrooa setting* Greater gains were 
produced in factual knowledge, occupational awareness, and productive 
thinking in relation to social and coaaunity organization in both 
disadvantaged and aore advantaged students* Evidence did not suggest 
however, that the draaatic play prograa had a differential effect on 
behavior patterns in the classrooa or on achieveaent in reading, 
aatheaatics, or language* Two appendixes provide the test instruaents 
adainistered to the students and selected parents* responses to a 
questionnaire about the prograa* (JB) 
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Abstract 

The purpose ol this study was to assess the effectiveness of a 
new program in occupational education which used dramatic play as a 
technique for teaching social studies and occupational awareness in the 
elementary grades* Three self-contained classes of 70 second grade children 
participated in a social studies program that featured dramatic play 
one day a week in a model community constructed by the students. Two 
classes participated in an open classroom facility provided for »hat 
purpose and one class received the program in a regular self-contained 
classroom* The dramatic play groups were compared to two control classes 
of 46 children who were taught social studies by more conventional methods. 

The results supported the conclusion that dramatic play was effective 
in producing greater gains in factual knowledge, occupational awareness, 
and productive thinking in relation to social and conmunity organization 
than more traditional methods. The program was as effective in this 
regard in the self-contained setting as in the open classroom setting. 
Also, the program was as beneficial to children from lower socio-economic 
backgrounds and ability groups as to children who were more socially 
and intellectually advantaged. Evidence was not obtained to suggest that 
the dramatic play program had a differential effect on behavior patterns 
in the classroom or on achievement in reading , mathematics or language. 
The findings generally support the conclusion that di;amatic play may be 
used as an effective alternative to more c nventional methods for 
teaching elementary social studies and occupational awareness* 
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Evaluation of an Occupational Education Model for Primary Grades 
James D* McKinney and Loretta Golrlen 
Frank Porter Grahaiu Child Development Center 
University of North Carolina 

The purpose of this study was to assess the educational and 
behavioral impact of a new program in occupational education that 
features dramatic play in a model community designed and constructed by 
the students. In the present study dramatic play was defined as an 
instructional procedure as differentiated from role-playing or socio- 
drama techniques. Role*playing techniques were developed by Moreno 
(1942) and involve the spontaneous enactment of a situation in human 
relations in which some members of the group observe and others act 
out various social roles (Shaftel and Shaftel, 1967). The term dramatic 
play denctes a classroom activity which is focused on a specific 
academic content and involves the total class as active participants. 
Children are encouraged to explore areas such as social studies and 
occupational awareness by dramatizing the activities and relationships 
which are studied. The teacher structures the learning environment by 
providing information prior to the play sessions and by guiding evaluative 
discussions after the sessions. 

Unfortunately, there has been very little systematic research and 
evaluation with dramatic play procedures in the classroomy aside from 
testimonials by exponents. For example, Shaftel and Shaftel (1967) 
argue that since dramatic play provides an environment which stimulates 
exploration, children are better motivated to learn and have an 
increased interest in the subject of study. Theoretical support for 
the use of dramatic play procedures can be found in Piaget^s descriptions 
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McKlnnoy and Golden 2 
of the course of cognitive development (Flavell, 1963). According to 
Piaget's theory, childr^'n in the early elementary years enter a stage 
of concrete operations during which they master abstract reasoning 
processes; however, they do so through the exploration of concrete 
objects and events. Therefore, Isaacs (1965) has suggested that 
although young elementary school children can use a variety of symbolic 
and verbal rules to organize information, there appear to be many 
occasions when they can learn more effectively through an appropriate 
activity by utilizing their direct experience. 

In general, dramatic play has been used more extensively In 
pre-school programs them in the elementary grades. Several studies have 
obtained observational evidence that dramatic play results in improved 
social. Intellectual, and verbal communications skills in kindergarten 
children (Bost and Martin, 1962; Smilansky, 1962; Wann, Dom and Liddle» 
1962). Lltsinger (1962) found that dramatic play seemed lo generate 
greater amounts of pupil planning behavior, pupil xaltiated social control, 
and original expressiveness than other activities in the curriculum at 
the UCLA demonstration school. Although these studiep provide useful 
information regarding the dramatic play process, dramatic play procedures 
were not compared objectively with alternative methods. 

During the 1971-1972 school year a pilot study of a new program in 
occupational education was begun in two primary classes in the Chapel 
Hill-Carrboro Public Schools* Two classes of 48 second grade students 
participated in a social studies program that featured dramatic play one 
day a week in a model community designed and coLStructed by the students* 
The dramatic play group was compared to a control group of 25 students 
who received social studies instruction by more conventional methods* 
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Each child was pre* and post-tested on Instruments designed to 
measurt^ knowledge about community life and organization as well as 
productive and imaginative .hinking. Also, the classroom behavior of 
students was measured by using time-sampling procedures. The results 
supported the conclusion that dramatic play was highly effective in 
producing greater gains in factual knowledge and productive thinking in 
relation to social and community organization than more traditional 
methods. The data also suggested that the dramatic play program had a 
positive effect on task oriented and cooperative behavior in the 
classroom. 

The outcomes of this initial study strongly suggested that dramatic 
play techniques may be used as an effective alternative to more 
traditional methods for teaching occupational awareness in the elementary 
grades* One of the major problems encountered in the development of 
occupational education programs for the primary grades seems to be the 
abstract nature of the subject matter. The amount of information that 
must be presented in order to understand the relationships among 
various occupations) services » and institutions that operate in the 
local community frequently results in an overly 8iin)li8tic and surrealistic 
presentation in the classroom. The findings to date lend support to the 
notion that many abstract concepts about community life can be taught 
effectively in the lower grades through an appropriate activity which 
capitalizes on the child's direct experience as opposed tc methods which 
rely solely on verbal and symbolic modes of presentation. 

The major objective of this study was to provide a more extensive 
assessment of the impact of dramatic play procedures on the development 
of occupational awareness, academic achievement, productive thinking, and 
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cLissroim behavior of elemontary school children, llie follcwlng 
hypotheses were tested: 

1. Students who participate in the dramatic play program will 
demonstrate greater gains in knowledge about specific occupations and 
community organization than will students who receive a traditional 
social studies program. 

2. Students in the dramatic play program will show greater gains 
in productive and imaginative thinking in relation to social roles and 
community organization than will students in a regular elementary 
education program. 

3. Students who participate in the dramatic play program will show 
more productive, task-oriented and cooperative behavior in the classroom 
than will students in a regular program. 

4. The dramatic play program will be as effective when carried out 
in a regular self-contained class as when implemented in a specially, 
constructed open classroom setting, provided that the program is implemented 
in the same manner in both settings. 

5. Students in the dramatic play program will demonstrate greater 
gains in academic achievement than will students in a regular elementary 
school program. 

Social Studies/ Occupational Awareness Program 
The occupational awareness program was conducted during the social 
studies period under the supervision of the second author. The program 
was carried out by two second grade teachers at Frank Porter Graham 
Elementary School and one second grade teacher at Estes Hills School. 
Occupational awareness was taught by capitalizing on the child^s desire 
to imitate and dramatize adult life. The teacher^s role was to observe 
the play and to guide the post-play discussion so that children would 
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perceive the need lor additional information and props in order to 
have better, more realistic play. The teacher planned pupil research 
lessons before each play session which served to structure the development 
and e::pansion of the program by the students. 

The objectives of the occupational awareness/social studies curriculum 
were: (1) to provide the child with basic information regarding various 
occupations, types of services , and social institutions in the local 
community, (2) to develop an awareness of the Interdependence of various 
occupations in a community, (3) to develop an understanding of the concept 
of comminity and the structure of social organization within the community » 

(4) to supplement other aspects of the total curriculum by providing math^ 
reading, and language arts lessons related to the dramatic play and 

(5) to promote the development of productive thinlcing and positive 
attitudes toward various occupations in the community* 

A child«-8lze community was constructed out of modular blocks in an 
open classroom on the second floor of the Frank Porter Graham Child 
Development Center* A smaller connualty was constructed out of wooden 
boxes, desks, chairs, and tables in a self-contained classroom in Estes 
Hills School. Initially, the community consisted of only i store, a post 
office, and two houses. As the pupils played in the coonunity they generated 
the need for additional buildings and workers* For example, the study 
of the post office and air mail led to the perceived need for airports 
with air traffic control officers and pilots. A hospital with doctors, 
nurses, and ambulance drivers was added in response to airplane and car 
crashes. Similarly, the students perceived the need for policemen to 
regulate traffic and a gas station attendant and mechanic to service 
cars. By the end of the school year the communitv was composed of a bank, 
fire station, school, restaurant, craft shop, traffic court, U*S* Hint, 

erJc 1.1 



McKinney and Colden 6 
U.S. Governmant Printing Of fleet newspaper offlcet faroit vholeaale 
market, harbi>r« train statlont depardnent of motor vehiclest * 
nayor^s office %rith a city council. 

Each dramatic play session consisted of three parts: 
1* Pre-play discussion; The day before drmiatlc play each pupil choee 
his jc4>. Then on the dr:?matlc plmf day* pupils reviewed thm job llstf 
and had a brief discussion concerning the activities to be held In 
the community that day. 

2. Dramatic j>lay: The actual dramatic play lasted from 15 to ^5 
minutes. Play was spontaneous and was observed by the teacher. 

3. Post"^lay_ discussion; Each play period was followed by a 
discussion in which children told irtiat they did in the community that 
day and discussed their problems and their need for more information 
and props. 

In order to have more authentic dramatic playt the teacher planned 
research lessons which included the following activities; (1) reading 
teacher-prepared charts » (2) reading books » (3) looking at movies and 
filmstrips^ pictures and slideo^ (4) listening to records # and (5) taking 
field trips. Ihe progrmi included nine field trips to local agencies and 
centers. Also^ writing and geogrq>hy e^>eriences related to the dramatic 
play lessons were included in the social studies program. For example # 
there were writing lessons in which pupils wrote stories about field 
trips* or wrote letters for their play in the post office. The children 
made a map of their own community to be used in the police station and 
construction company. They also studied the map of the U.S. and the world 
in order to decide where the airplanes should go and what information 
pilots should give passengers. 
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The occupitlonal warencss /social studies progran was held for 
45 to S5 minutes five days a week. Dramatic play sessions were held one 
day each week during vhich the entire class participated. Each class had 
26 or more play sessions over the school year. Three to four days a week 
were devoted to pupil research lessons. Sometiaes the students used the 
fifth day for a related art lesson (e.g., making menus or other props to 
be used in play), or for a related skills lesson (e.g., letter or 
story writing, or map reading). Approximately once each week eadi child 
at Frank Porter Graham had an opportunity to participate in free play in 
the community vith a small group of eight or nine other children. Unlike 
the dramatic play sessions, the diild in free play could change Jobs as 
often as he wished and generally explore various activities in the 
communit/* 

Htthod 

Subjects and Experimental Design 

The subjects were 90 children wno were s«iaplcd from five self-contained 
second grade classes (total It - 135) in Chapel Hill, North Carolina. Tvo 
classes (N*33) at Frank ForUr Graliiui Elementary Schc;^l received the 
dramatic play program in an open classroom provided for that purpose on 
the second floor of the FPC Child Development Center. A second experimental 
group (N-24) received the program in a regular self-^contained claasroom at 
Entes Hills School. IVo classes (N-33) at Glenwood Elementary School 
served as a control group. 

The sample was composed of 44 boys and 46 girls. The average 
chronological age for the sasple was 91.57 months and the average PKA 
full scale IQ was 98.69. A summary of subject characteristics for each 
group is given in Table 1. The socio*-economic level of each child was 
estimated by the Hollingshead scale for occupation of father. A analysis 
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Table 1 
Subject Characteristics 



Variable 


Experimental 
Open-<: lass room 


Experimental 
Se l£-Contained 


Control 


N 


33 


24 


33 


CA 


90.72 


91.00 


92.77 


SES 


2.49 


2.87 


3.00 


PMA Verbal 


108.19 


107.77 


99.60 


PMA Spatial 


109 . 32 


110.36 


102.84 


PMA Numerical 


97.06 


99.31 


94.62 


PMA Perceptual 


101.41 


101.72 


98.20 


PMA Total IQ 


101.39 


102.59 


94.02 
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of occupational level by treatment groups indicated that the socio- 
economic distribution was comparable among the three groups. The sample 
was composed o£ 61 white children and 29 black children who were 
distributed coiH)arably among the three treatment groups. A 2(sex) by 
3 (group) analysis of variance on PMA full scale IQ indicated that the 
three treatment groups were well matched with respect to general ability. 

With the exception of the Primary Mental Abilities Test, each 
subject was pre and post tested on the following instruments. 
Test Instruments 

A survey of standardized test instruments failed to uncover any 
measures of occupational awareness, general information or productive 
thinking in relation to those topics \Ai±ch seemed to be relevant to the 
academic content of the occupational education program and were appropriate 
for the age level of the children involved. Accordingly, during the 
1971-72 evaluation two tests were developed by the Frank Porter Graham 
Center research staff to measure iiq>rovement in these aspects of the 
program; the Social Studies Information Test and the Social Studies 
Implications Tests. In addition, the Occupational Roles Test was developed 
for the present study to assess the development of occi^ational awareness. 
A more complete description of each of these measures has been provided in 
Appendix A. 

S ocial Studies Infouation Test. This test was developed to measure 
factual knowledge about specific occupations and community organization. 
The test was individually administered and was similar in format to the 
Wechsler General Information Test. The Chapal Hill-Carrboro Public Schools 
curriculum guide for second grade social studies was used as an information 
base from which items were selected. Those items which related to specific 
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occupations or the social function performed by workers in various 
occupations were grouped together to form a 21-item Occupational 
Information subtest. Those items which pertained to transportation 
and communication systems, social institutions, and the physical 
environment were grouped under a 15-item General Information subtest. 
The final version of the test required approximately 20 minutes to 
administer. The subject's responses were scored on a six point scale to 
allow for partial credit according to the quality of response* 

Social Studies Implications Test * This test was designed to measure 
productive and imaginative thinking in relation to social relationships 
and comnunlty organization. A series of questions were written following 
the format of the divergent production tests devised by Guilford (1967) 
and Torrance (1966). Two questions were selected from this list which 
seemed to elicit a wide range of responses from the subjects in the 
1971-72 evaluaatlon. The first Iten (Space Man) required the subject to 
generate information gathering questions about a hypothetical situation 
in which an astr^^.aut has landed on another planet and needs to determine 
whether It is a good place to live. The second Item (Policeman) required 
the production of consequences for a situation in which no policemen 
were in the subject's town* 

The Social Studies Implications Test was individually administered 
nnd required approximately 10 to 20 minutes. The subject's responses 
wero recorded verbatim. Each protocol yielded two types of 
scores for each question. The fluency score was based on the total 
number of relevant responses for each question and the flexibility score 
was based on the number of different response categories that were 
used in each question, e.g. questions about the inhabitants o" the planet. 
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life support resources » Institutions and services* Specific response 
categories were devised separately for each question based on the analysis 
of the 1971-72 pre-test data* 

Occupational Roles Test* The Occupational Roles Test was developed 
to measure occupational awareness as defined by the child*s perception 
of the availability of jobs for a hypothetical couple who had just moved 
to Chapel Hill. The subject was first asked what jobs Mr. Thomas could 
find and then what jobs Ms. Thomas might find. Each relevant response 
was scored according to three categories;, job titles, e.g*, bank teller, 
electrician; job descriptions, e.g., teaching in college, give shots 
and take temperatures; and job locations, e.g., work in a gas station, 
library or school. Responses which were considered too vague and 
ambiguous to be scored as occupational roles were classified as irrelevant, 
e.g., toy keeper, peanut butter man, daddy. 

Classroom Behavior* The Schedule for Classrocxn Activity Norms 
(SCAN) is a time sampling procedure which permits the classification of 
classroom behavior into one of 27 categories (see Appendix A). Each 
child was observed for five-minute periods on each of five days by two 
observers during the language arts period in his assigned classroom* 
Behavior was categorized every 10 seconds which resulted in 150 observations 
for each child on each occasion (fall and spring). The frequency of 
behavior in each of these categories was then grouped according to six 
general dimensions; Task Orientation - task relevant and task irrelevant. 
Social Orientation - independent (self-directed) and dependent(pa8sive) , 
and Affective Orientation - cooperative and aggressive. 

In addition to SCAN, teacher perceptions of the classroom behavior 
of each subject were obtained by the Schaefer Classroom Behavior Inventory 
(CBI). The CBI is a 18-item scale on which teachers rate the classroom 
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behavior of their students in the areas of; cask orientation versus 
distractability 9 introversion versus extroversion , and considerateness 
versus hostility^ The specific items for each scale are given in 
Appendix A* 

Academic Achievement* The academic progress of each child was 
measured by five subtests of the California Achievement Test (CAT). 
The subtests included in this battery were; Reading Vocabulary, Reading 
Comprehension 9 Mathematics Computation , Mathematics Concepts ar\^ 
Problems , Language Usage and Structure* 

General Ability > The Primary Mental Abilities Test (PMA) watr«»! 
as a subject classification instrument and was administered as part of 
the pre- test battery. 
Procedure 

The experimental and control groups were pre-tested with each of the 
instruments described above in September and October of 1973 and were 
post-tested in April and May of 1974. Three experienced examiners who 
were not involved in the instructional programs administered all of 
the tests and observational procedures. The Occi^ational Awareness Program 
was begun in October, 1971, and was terminated in May, 1972. 

The program was carried out in basically the same fashion in the self- 
contained setting (Estes Hills) as in the open-classroom setting (Frank 
Porter Graham) with several exceptions. First, since the size of the regular 
classroom at Estes Hills was approximately one-third that of the open- 
classroom used for the community at Frank Porter Graham, the pupils at 
Estes Hills were taught to set up the community at the beginning of each 
dramatic play session and to dismantle it at the end of the period. 
The props for the various centers were put into boxes, labeled and stored 
until the next play session. In setting up the community, the pupils 
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iisod the cables, desks and floor in tlie room, as woi 1 as space outside 
the classroom >r the farm, wholesale market, and harhor, Seeondly, In 
order to facilitate the construction of the coirmunity, the children 
chose their jobs the day before dramatic play was held and practiced 
setting up the community. These activities were not necessary at 
Frank Porter Graham since the community was maintained in the open space* 
Also, for this reason, the children at Estes Hills were not able to use 
the community for free play during the week. The time spent planning 
and setting up the community in the self-contained classroom resulted in 
less time being spent in reading social studies books and lessons than at 
Frank Porter Graham. All other aspects of the program were basically the 
same in both sessions. 

The control group participated in their usual classroom activities 
and received social studies instruction as outlined in the Chapel Hill«- 
Carrboro Public Schools curriculum guide for the second grade. The topic 
of study, as given in this guide, was "Neighborhood and Community" and focused 
on community helpers. Social studies and related lessons were usually held 
three to four times a week for approximately 2 1/2 hours a week. Once each 
week the control group teachers had a 1 1/4 hour social studies period in 
which the children participated in one or more of the following activities: 
(1) looking at pictures and filmstrips, (2) listening to tapes and records, 
(3) reading social studies books, (4) participating in discussions or 
comnittee work, (5) giving oral reports on comnunity helpers they had 
interviewed, or (6) listening to resource people* Occasionally small groups 
would role-play an occupation such as librarian while the rest of the class 
observed. 

The day following this 1 1/4 hour period, a social studies activity was 
^ Integrated into the language arts/reading block. Students were assigned an 
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the previous day such as writing or reading a story or completing a language 
p.iper. On following days students sometimes participated in art or health 
lessons related to occupational awareness* For exariple, some pupils prepared 
a social studies bulletin board which featured different occupations* 

The control classes took a total of four field trips and had six resource 
people 9 e.gfty policeman, fireman, nurse, speak to their classes about 
occupations and community services. In addition, they were loaned 21 movies 
that were used in the experimental groups and obtained four other films 
related to occupational awareness. Also, the control groups listened to five 
Wallensak Teaching Tapes on various occupations and coiiq)leted the accooq)anylng 
work papers. In general » the control classes received what might be classified 
as a traditional program for introducing occupational awareness in the elementary 
grades • 

Results 

In order to test for sex differences and to determine whether the ex- 
perimental and control groups were matched with respect to initial performance, 
a 2(sex) x 3( treatment group) analysis of variance was carried out on each 
pre- test variable. The significance of change between the pre and post tests 
on each variable was determined for each group by tests for related sanples. 
In order to test for significant changes among the three treatment groups 
a two-way (group x sex) analysis of variance was performed on the change 
scor^is for each variable. As a check on the generality of the results 
from the analysis » a 2 x 3 analysis of covariance was carried out nn each 
post-test variable with the pre-test and IQ controlled. 

Social Studies Information. The average pre and post test scores 
for each group on the Social Studies Information Test are given in Table 2. 
The analysis of the pre-test data for each scale indicated that boys 
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displayed greater knowledge about specific occupations than girls at the 
beginning of the project; however, sex differences were not observed on 
the General Information subtest or on Total Social Studies Information. 
Also, this analysis showed that the groups were well matched on initial 
performance for all three information measures. 

As Table 2 shows, both experimental groups and the control group 
made significant gains on each scale of the Social Studies Information 
Test. Nevertheless, the analysis of variance on the change scores 
indicated that the dramatic play groups demonstrated markedly superior 
gains in both general information (F-68.60, p <.001) and occupational 
information (F^46.35, p<.001) compared to that made by the control 
group. Similarly, the change in total information for the two experimental 
groups was greater than that for the control group (F^105.3Xf p< .001). 
In each case, the gains in information made by the self-contained 
experimental group were comparable to those made by the open classroom 
group (see Figure 1) . Although boys in the open classroom group tended 
to show greater relative progress in general information than girls, no 
other significant sex effects were observed. 

The analysis of covariance on each post-test variable for the Social 
Studies Information Test yielded the same results as reported above when 
IQ and initial performance were held constant. Therefore, the data 
support the conclusion that the studencs who received dramatic play 
acquired greater factual knowledge abont specific occupations and community 
organization than those who participated in a more traditional social 
studies program* The dramatic play program was as effective in this regard 
when carried out In a regular seJ f-contained classroom as in an experimental 
open classroom setting. 
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Mo.in Pre and I'osl-test Schtl^s for tlu> Information and lni;»lical lonw To.sl« 



Variable 



General Information 



Pre 
Post 
t 



Pre 



Occupational Information Post 

t 



Total Information 



Implications-Space Man 
Fluency 



Fleriibility 



Implications-Policeman 
Fluency 



Flexibility 



Pre 
Post 
t 



Pre 
Post 
t 



Pre 
Post 
t 



Pre 
Post 
t 



Pre 
Post 
t 



Experimental 
Open 



29.09 
69.27 
19.43** 



28.00 
66.58 
19.75** 



57.09 
135.85 
27.92** 



5.36 
7.64 
2.11* 



3.03 
3.76 
2.27* 



4.06 
5.81 
4.28** 



2.60 
3.24 
3.37** 



Experimental 
Self-contained 



28.92 
72.83 
18.73** 



28.96 
66.38 
15.23** 



57.88 
139.21 
21.63** 



3.92 
7.71 
5.77** 



2.33 
3.75 
4.10** 



3.04 
5.75 
7.16** 



2.33 
3.08 
3.19** 



Control 



25.06 
37.61 
8.19** 



24.09 
'^38.00 
9.42** 



49.15 
75.61 
12.28** 



4.27 
5.33 
2.17* 



2.63 
3.09 
1.74* 



3.61 
4.52 
2.53* 



2.52 
2.70 
0.^1 
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Social Studies Implications > Since the Space Man question on this 
test provides a raore general measure of productive thinking compared 
to the Policeman question which relates more specifically to the occupational 
content of the program, the fluency and flexibility scores for each item 
were analyzed separately. The analysis of the pre-test scores for each 
item revealed an initial superiority for boys on the Space Man question. 
However, no significant differences in initial performance were found 
among the three treatment groups for either question. 

The data in Table 2 shows that each of the treatment groups made 
reliable gains on the fluency scale for both questions. Similarly, all 
three groups showed significant increases in flexibility as measured by 
both questions with one exception, the pre and post test comparison for 
the control group on the Policeman question failed to reach significance. 

The analysis of variance on the change in fluency scores for the 
Space Man question failed to yield significant differences among the 
three treatment groups. On the other hand, when initial performance and 
IQ were controlled by covariance procedures, the average gains in fluency 
on this item were shown to be greater in the experimental groups than in 
the control group (F«3.34, p<.04). Similarly, both experimental groups 
showed greater gains in fluency on the Policeman item than did the controls 
(F«5.A8, p <.05), and this finding was supported by the covariance 
analysis. Also, for this item, the self-contained experimental group 
showed greater progress in fluency than that observed in the open 
classroom setting (t«l*69, p<.05). The average gains in fluency for 
each group arc shown in Figure 2. 

With respect to the flexibility measures, the analysis of change 
scores for both questions failed to indicate significant group effects. 

ErIc i 24 
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H%wvorf wtien initial level And IQ w«?re held constant by the analynis of 
covarianco, significant gr^xip effects were obtained lor the Policeman 
question. In general » the increases in flexibility as measured by this 
item were comparable for the two experimental groups and greater than that 
for the control group (F«2.94, p<«05). Mo significant differences were 
noted between boys and girls in improvement on either measure for 
either question* 

Accordingly t these results support the conclusion that drssMtic play 
procedures facilitate the development of productive and imaginative thinking 
on the part of second grade students. In the present study, the impact 
of the program appeared to be greater on the production of meaningful 
ideas (fluency) than on the diversity of the ideas that were produced 
(flexibility). Also, very little evidence was gained to suggest that the 
program was more effective in one of the settingn than in the other, 
although the self-contained group was superior to the open classroom group 
on one of the four measures. 

Occupational Roles Te st* The average number of occupational titles^ 
descriptions and places of work for each item on the Occupational Roles 
Test is shown in Table 3 for each occasion of measurement. Although boys 
described various occupations that might be available in the community 
more often than girls, no sex differences were noted for the frequency of 
occupational titles or places of work in response to either item, i.e*^ 
work fur Mr.lliomas or for Ms. Thomas. Also, on the pre«>test, children 
in the control group listed more places of work than did those in either 
experimental group. 

As Table 3 shows, the children in both experimental groups gave 
significantly more occupational titles and places of work in response to 
both questions in spring than in the fall. Also, both experimental groups 
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Table 3 

Mean Pre and Post-cest Scores for the Occupational Roles Test 





Expcriaental 
Open . 


ExperlMntal 
Sclf-Contained 






• 


3.48 


3.33 


3.09 


tic 16 


ros c 


9.09 


8.46 


5.39 




t 


7.15** 


6.79** 


3.71** 




r re 


2.39 


1.75 


1.64 


ucscrxpcion 


rOSC 


0.73 


0.54 


1.61 




Jt 


-3.02** 


-3.17** 


-0.08 




D 

rre 


0.70 


0.87 


1.79 


rlacc 


Post 


2.82 


2.54 


2.09 






4.36** 


3.20** 


0,72 


nS • TnoMM 


rre 


2.36 


7.46 


2.12 


Title 


Post 


7.51 


2.i0 


3.51 




t^ 


6.62** 


5.77** 


3.80** 




Pre 


1.27 


1.12 


1.60 


Description 


Post 


0.54 


0.21 


0.79 




t 


-2.23** 


-2.35* 


-2.55** 




Pre 


0.61 


0.58 


0.79 


Piece 


Post 


1.94 


1.62 


0.94 




t^ 


3.57** 


2.59* 


0.56 


Total Occupations 


Pre 


5.85 


5.83 


5.21 


Title 


Post 


16.61 


15.92 


9.24 






7.59** 


i AAA 

7.48** 


4.o3"* 




Pre 


3.67 


2.88 


3.24 


Description 


Post 


1.27 


0.75 


2.39 




t. 


-2.97** 


-3.35** 


-1.38 




Pre 


1.30 


1.46 


2.58 


Place 


Post 


4.76 


4.17 


3.03 




t. 


4.54** 


3.49** 


0.79 
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shuwod sigaif leant decrensos In the froqueiuy of descriptivo responses 
Ik^ botli questions. The control group showed iiuri»ases in the number ol 
oecupational titles given to both questions and a decrease in the number of 
descriptive responses to question two (see Figure 3). 

The analysis of change among the three treatment groups Indicated 
that the increase in the frequency of occupational titles for the 
dramatic play groups was greater than that for the control group (F=12.06, 
p<.001) and this effect was observed for both items. The self-contained 
and open classroom groups did not differ in the magnitude of change on 
this variable. In general, boys showed greater increases in respo^^ses 
Involving occupational titles than did girls (F=6.58, p<.01). 

The analysis of variance on change scores for the places of work 
response category yielded significant group effects for each question 
and for the total score. However* when differences among the three groups 
on the fall scores and IQ were controlled by covarlance procedures , 
these effects failed to approach acceptable levels of significance. No 
significant sex differences were found for change scores in this response 
category. The analysis of covarlance for descriptive responses shoved 
that the decrease in the number of descriptive responses for the dramatic 
play groups was greater than that lor the control group (F=4.32, p <.01) 
for item one (Mr. Thomas). The same analysis for item two (Ms. Thomas) 
Indicated that changes in this response category weie comparable among 
the three groups. No significant sex differences were found for the ntmiber 
of descriptive responses when IQ and initial performance were held constant. 

These results support the general conclusion that the dramatic play 
program had a significant impact on the development of occupational 
i'lwartMioss in second gradi? children. The finding that children in the 
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oxperimental groups listed specific occupational tItJes more frequently 
Md described various job activities less frequently following the 
program suggests a shift from a more concrete or functional way of thinking 
about occupations to a more abstract view of the world of work. 

Academic Achievement. The mean pre and post test grade equivalent 
scores on the California Achievement Test are given in Table 4 for each 
group. When the pre-test data were analyzed for group and sex differences, 
girls scored higher than boys initially on the Reading Comprehension and 
Language Usuage and Structure subtests. Accordingly, the average Total 
Achievement score for girls was higher than that for boys. The control 
group was superior to both experimental groups on the Language Usage and 
Structure subtest; however, the average attainment of the three groups 
was comparable in all other areas and for total achievement. 

Significant progress was noted for each of the three treatment groups 
between the fall and spring measures on all subtests and on total achievement 
(see Table 4 for ^ values and significance levels). The average gain in 
total achievement for the three groups was 1.51 years. In general, the 
total sample made greater progress in language (1.83 years) and reading 
(1.61 years) than in mathematics (1.32 years). Conf)arisons of the 
average gains among the three groups on each subtest failed to show 
significant differences in academic progress with one exception. The open 
classroom group made greater gains on the Mathematics Concepts and Problems 
subtest tlian the other two groups (F»7 .00 , p < .01) . 

rhf SOX K ^»roups analysis of covariance on the post- test scores for 
4Mch variabJe yielded significant group effects for the Mathematics Concepts 
and Problems (F=7.11 , p <.001) and Language (F=3.81, p <.02) subtests, 
as well as for the Battery Total (F«4.23, p<.01). Also, this analysis 
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Table 4 

Mean Pro and Post-test Scores on the California Achievement Test 





Experimental 
Open 


Experimental 
Self-Contained 


Control 




It re 


2.31 


2.20 


1.91 


Kcaamg VOCaDUXdry 


r OSC 


3.90 


3.69 


3.64 






10.35** 


6.45** 


10.12** 




Pro 

r re 


1.97 


2.27 


1.74 


Re a di ng Comp rehe ns i on 


r 08 L 


3.43 


3.63 


3.35 






8.15** 


5.57** 


9.62** 




Pre 


2.04 


2.12 


1.71 


Reading Total 


Post 


3.55 


3.71 


3.45 




t^ 


11.22** 


7.17** 


11.27** 




Pre 


1.75 


1.90 


1.72 


Mathematics 


Post 


2.80 


2.59 


2.64 


Computation 


t_ 


11.46** 


4.89** 


6.51** 




Pre 


2.05 


2.24 


1.81 


Mathematics 


Post 


3.71 


2.96 


3.10 


Concepts and Problems 


t^ 


10.48** 


4.42** 


8.48** 




Pre 


1.80 


1.95 


1.65 


Mathematics Total 


Post 


3.03 


2.70 


2.73 




t^ 


12.58** 


6.85** 


7.93** 




Pre 


1.64 


2.06 


1.33 


Language Usuage 


Post 


3.39 


3.56 


3.42 


and Structure 




7.43** 


5.35** 


9.81** 




Pre 


1.82 


2.03 


1.56 


K.it 1 rry Tnl nt 


Post 


3.33 


3.33 


3.19 




t 


12.99** 


8.96** 


12.09** 
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indicated that when initial perforroance and ability level were controlled, 
dllferences among the groups in post-test performance on the Vocabulary 
subtest approached significance (F«2 .80 , p >.06) . Individual comparisons 
between the groups for each of these subtests showed that the open class- 
room group and control group made comparable progress on the Vocabulary 
and Language subtestc which was greater than that observed in the self- 
contained group. The open classroom group made greater relative gains 
on the Concepts and Problems subtest than the control group which showed 
greater gains than the self-contained groiq>. 

Since the reading, language and mathematics programs differed from 
class to class , comparisons were made among the five classes that 
participated in the study. The average gains in total scores for each class 
are given in Figure 5. These data showed that the two control group classes 
differed in relative progress on the Vocabulary , Mathematics Conq>utation 
and Mathematics Concepts and Problems subtests. Similarly, the average 
gains of the three experimental classes differed significantly on each of 
these subtests. In each case differences were found which favored one 
experimental class in relation to one of the control classes, and vice versa. 
Therefore, the group effects reported above were not consistent across 
classes which suggests that they were due to variations in the regular 
classroom programs rather than to the dramatic play experience. 

Also, the differences between the groups were not great and did not 
exceed .3 of a year as measured by the grade equivalent scores (see Figure 4). 
For example, average gains of 1.63, 1.50 and 1.29 were made by the control 
group , the open classroom group, and the self --contained group , respectively. 
Therefore, although the group differences reported above are reliable in a statis 
tical sense, it Is doubtful whether they are educationally important. Similarly, 
although the average gain in total achievement for girls was greater than 
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that tor boys (F«5.56t p<.02), it is doubtful that the difference between 
the average progress of boys (1.A6 years) and girls (1,57 years) is 
meaningful educationally. 

In sunnary 9 little support was gained from these data for the 
assumption that the dramatic play program would have a differential effect 
cn academic achievement. Rather, the differences reported above may be 
attributed nore conveniently to differences in the reading » language and 
mathematics programs in the various classes and schools. Similarly, very little 
evidence was obtained to suggest that the time devoted to a systematic 
program of this type in social studies and occupational education detracts 
in any measurable way from the on-going educational programs in the various 
schools. 

Classroom Behavior Patterns. The average frequency of behavior for 
each SCAN dimension is shown in Table 5 for each group, lie analysis of 
fall data yielded group and sex effects for the frequency of independent 
behavior. Boys in the sample displayed less independent behavior than girls, 
and students in the control group showed hif^er frequencies of independent 
behavior than those in the self-contained experimental group. The three 
groups were comparable on each of the remaining five categories of 
behavior, as were boys and girls. 

As Table 5 shows , the experimental open classroom group displayed a 
higher frequency of task- relevant behavior in the spring than in the fall; 
however 9 this change in behavior did not prove to be significantly greater 
than that observed in the other two groups. On the other hand, the 
significant decrease in taskrirrelevant behavior by the open classroom 
group was greater than the change observed in the self-contained and 
control groups for this variable (F^3.05p p <.05/. In general, the 
same results were obtained when IQ and fall behCiVlor patterns were held 
constant by covariance procedures. ^ 
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Table S 

Mean Frequency of Behavior in SCAN Categories 





Experimental 

Open 


Experlaental 

Sftlf-Contalned 


Control 


Task -Re levant 


Pre 
Post 

t^ 


81.24 
89.00 
2.13* 


86.83 
0.43 


79.70 
-0.74 


Task ••I r relevant 


Pre 
Post 

t^ 


68.94 
56.97 
-3.55* 


62.00 
58.88 
-0.63 


67.15 
0.66 


Independent 


Pre 
Post 
t^ 


83 .03 
74.70 
-1.55 


82.00 
1.68 


82.36 
-1.14 


Dependent 


Pre 
Post 

t^ 


18.15 
19.94 
0.88 


21.08 
25.75 
1.70 


16.45 
21.45 
2.32** 


Cooperative 


Pre 
Post 
t 


12.12 
13.88 
0.80 


14.67 
11.50 
-1.12 


8.94 
9.27 
0.21 


Aggressive 


Pre 
Post 
t^ 


0.30 
0.27 
-0.14 


0.00 
0.04 
1.00 


0.09 
0.12 
0.23 
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The analysis of variance on the change iu Independent behavior 
indicated significant increases in this pattern of behavior in the 
self-contained group compared to decreases in the open classroom and 
control groups (F»6,63, p <.01); however, this effect was not obtained 
when initial sex and group differences were controlled. Similarly, 
although the control group showed a significant increase In dependent 
behavior, comparisons among the three treatment groiq>8 failed to yield 
reliable differences in this pattern of behavior* No significant changes 
were observed in the frequency oi cooperative or aggressive behavior 
over the period of the study and no significant differences were found 
among the three treatment groups with respect to these dimensions* 

In order to test for group differences in discrete categories 
of behavior, a one-way analysis of variance was performed on the change 
In frequency of behavior for each of the 27 SCAN categories (see Appendix 
A for a listing of each category). It was found that the open classroom 
group displayed significantly greater increases in the frequency of 
attending behavior than the other two groups (F^S.S?, p <.01), and that 
the self-contained experimental group showed greater increases in constructive 
class work in relation to the other groups (F^5.13, p<.01). The 
frequency of constructive play increased in the open classroom group ana 
declined in the self-contained and control groups (F*5.04, p <.01). 
Significant decreases in distractability were observed in the open classroom 
and control groups, while that for the self-contained group remained relatively 
constant (F"3.22t p <.05). Finally, the level of social irteraction 
about things other than academic tasks decreased in the two experimental 
groups compared to an increase in this category for the control group 
(F^6.61, p <.005). The frequency of behavior of each of these categories 
is shown in Figure 6. 
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In conclusion, these findings suggest that draaatic play may have 
a positive effect on the task-oriented behavior of children in their 
regular classroom environsient during language arts activities. At the 
sane tiae« differences in the bdiavior of the children following the 
program were not consistent across the various categories of task«-orlented 
behavior. For example , children who received the program in the open 
classroom setting were more attentive and less distractable following 
treatment^ while those who participated in the regular classroom shoved 
increases in productive class work and decreases in task-irrelevant conservation. 
These results suggest that dramatic play may influence different types 
of behavior when it is carried out in different classroom settings. On 
the other hand* when evaluated in relation to changes in the control 
group y the data suggest that the observed patterns of behavior among the 
three groups might be attributed to the unique characteristics of the 
various classes rather than to the effects of the dramatic play program. 
Thus , additional research is required to determine whether different 
settings for dramatic play produce different effects on classroom b^avior. 

Teacher Ratings of Classroom Behavior . The mean fall and spring 
teacher ratings on the Classroom Behavior Inventory are given in Table 
6 for each group. The sex x group analysis of variance on the fall 
ratings revealed marked sex differences for five of the six scales and 
significant differences among the treatment groups on three ^f the six 
scales. Girls were described as more task-oriented and considerate than 
boys * whereas boys were described as more introverted * distractable and 
hostile than girls. These findings were consistent with previous work 
with this instrument which suggests that teachers tend to ascribe more 
negative traits to males and more positive traits to females. The 
teacher of the self-contained group rated her children as more task-* 
oriented in the fall than did the teachers of the open classroom group 
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and less distractable and «ore introverted than did the teachers of 
the control group* 

The analysis of variance on changes in teacher ratings of task- 
oriented behavior* indicated that ali*hough the children In the self** 
contained group were rated as less task-*orlented in the spring than In 
the fallt the average change in ratings on this scale was coapardble for 
the three treatment groups. Children in the open classroom grotq> and 
control group were rated as less distractable in spring than in the fall^ 
while those in the self-contained group vera rated as aore distractable 
(see Table 6). The average decrease in dlstractablUty ratings for the 
control group vaa greater than that for the open classroos group (t«2*039 
p <*02) which was significantly different from the chan^ in ratings for 
the self-contained group (t»2.59t P <*01) . 

As Table 6 shows » no significant change in ratings was observed on 
the extroversion scale* However » the control group teachers rated their 
children as less introverted in the spring than in the fall and this 
change was significantly different from that for the experimental groups 
(F-6.I6 9 p <.01). Similarly » the control group teachers rated their 
children as less hostile in the spring compared to increases in hostility 
ratings for the two experimental groups (F-ll.l9t p<.01). 

Since rather marked differences were observed between the initial 
ratings assigned to boys and girls ^ well as among the three groups t 
.1 ? K \ .inaiysls of covariance was carried out on the ratings for each 
scmIo with IQ and the fail ratings as ovariates. In general, this 
.ina lysis yielded results which were coaf)arable to those reported above. 
At the fsaroe time, this analysis removed a large and highly significant 
amount of variance due to regression on each scale. This finding suggests 
that changes in the ratings assigned to each scale were in part a function 
j^j^^ Of the initial ratings In the fall. j^j^ 
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Table 


6 






Mean Pro and Post-test Ratings on 


the Classroom Behavior Inventory 






Exp 




Exp 








Open 




Self 


Control 




Pre 


0.74 




10.38 


9.11 


Task Orientation 


Post 


8.91 




9.92 


9.04 




c 


0 .70 




-1.75* 


-0.22 




r re 


7 .57 




6.25 


8.39 


Dist ractibility 


Post 


7.19 




6.96 


7.30 




t 


-1 .86* 




O / Oak 

2.48* 


-3.69** 




Pre 


9.98 




9.79 


9.02 


Ext rove rsion 


Post 


10.04 




9.88 


9.39 




It 


0.32 




0.28 


1.58 




Pre 


5.72 




5.12 


6.50 


Introversion 


Post 


6.19 




5.33 


5.52 




Jt 


1.54 




0.68 


-3.27** 




Pre 


9.19 




10.50 


9.52 


Considerateness 


Post 


9.57 




10.42 


9.46 




t 


1.60 




-0.30 


-0.25 




Pre 


6.06 




4.71 


6.30 


Hostility 


Post 


6.49 




4.88 


5.04 




t^ 


1.78* 




0.59 


-4.24** 
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Inspection of mean ratings in Table 6 suggests that students in the 
seir-contalned experimental group were initially rated higher on 
aosirtblf* traits and lower on undesirable traits compared to those In 
the other two groups (the range of possible scores is from 3-12). This 
was particularly true for those scales on which significant changes were 
observed, i.e. , task-orientation , distractability , and hostility. It 
should also be noted that with one exception high average ratings in the 
fall decreased in the spring and low average ratings increased in the 
spring. Thus, the more favorable outcomes for the control group and 
the less favorable outcomes for the experimental groups ray e explained 
in part by uncontrolled variance in the pre-test ratings which biased 
both the direction and magnitude of change that could be measured by 
the scale. 

Data Analysis by Ability Level, Since it was desirable to determine 
whether children of different ability levels responded differently to 
the dramatic play programs , a 2(high versus low IQ) x 3(treatment group) 
analysis of variance was performed on the change scores for each measure. 
Children who scored 105 or higher in PMA full scale IQ were included in 
the high IQ group and those who scored 89 and be lew were included in the 
low IQ group. The average IQ for the high ability group was 114.52 and 
that for the low ability group was 70.64. Table 7 shows the average 
change scores on each major variable for each group. Subtest scores and 
those variables which failed to show significant IQ effects were omitted 
for brevity. 

The data analysis indicated that there were no significant differences 
between the two ability groups in average gains on the Social Studies 
Information Test. Thus, the gains in factual knowledge shown by low 
^ ability children in the two experimental groups were as great as those 
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Table 7 

Average Change Scores for High and Low IQ Groups 

Sunntary Variable 



for Each 
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Variables 



N 

Social Studies 
Informati on 

Implications 
Fluency 1 
Fluency 2 
Flexibility 1 
Flexibility 2 

Occupational Roles 
Titles 

Descrlp tlons 
Places 

CAT - Total 



Experimental 
Open Classroom 



High 



14 



77.14 



0.64 
1.85 
0.50 
0.50 



14.28 
-3.07 
3.28 

2.01 



Low 



78.00 



4.33 
2.83 
1.33 
0.83 



12.50 
-2.33 
2.50 

0.67 



Experimental 
Self-Contained 



High 



13 



85.76 



4.00 
2.92 
1.61 
1.00 



10.84 
-2.00 
3.76 

1.35 



Low 



78.40 



2.40 
2.60 
0.60 
0.40 



7.80 
-3.60 
2.40 

0.78 



Control 



High 



12 



27.83 



3.08 
2.00 
1.50 
0.75 



4.25 
1.41 
1.25 

2.21 



Note : Variables for which significant IQ effects were obtained. Subtest 
variables have been omitted for brevity. 



Low 



13 



24.00 



-0.46 
-0.38 
-0.15 
-0.38 



3.69 
-2.38 
-0.07 

0.92 
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for high ability children, and were significantly greater than those for 
olther IQ group In the control condition. 

A significant IQ group x treatment Interaction was found for both 
the fluency and flexibility measures from question one (Spaceman) of 
the Social Studies IiH)lications Test. On this question low-ability 
children in the open classroom group showed greater increases in 
fluency and flexibility than high ability children coi^pared to greater 
relative gains for high ability children in the other two treatment 
groups. A similar trend was observed on question two (Policeman) for 
this test, but the interaction effect failed to reach an acceptable level 
of statistical significance. These results suggest that the dramatic 
play program may be of greater benefit to lew ability children with 
respect to the development of productive thinking than to high ability 
children. 

On the Occupational Roles Test the high IQ group showed greater 
increases in the frequency of occupational titles given in response to 
the Ms. Thomas question than did the low IQ group. No other significant 
differences were noted between the two IQ groups on this test. In general^ 
the results indicated significant gains in occupational wareness as 
measured by this test for both IQ groups in both experimental conditions 
which were greater than those observed for either IQ groiq> in the control 
<*oiuli t i on * 

Wlih ivspcct to aciidcmic progress in reading, math, and language, 
the high ability group made significantly greater gains on each CAT 
subtest and on the battery total than the low ability group. These 
differences were consistent for all three treatment groups. No significant 
differences were observed between IQ levels for the SCAN dimensions; 
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iu^wever, teachers in the open classroom group rated low ability children 
.18 more hostile than high ability children ccnnpared to teachers in the 
other two groups. No other comparisons ;;ere significant on the 
Classroom Behavior Inventory. 

Tlie finding that children with high IQs showed greater relative 
progress in reading and mathematics than children with low IQs was 
not surprising given the previous literature relating ability level to 
academic achievement. However, the finding that low ability children 
in the dramatic play groups showed gains which were comparable to those 
of high ability children in social studies achievement, occupational 
awareness, and productive thinking is worthy of note. Since low 
ability children typically show deficits in general information and 
abstract thinking , dramatic play procedures may be an effective alternative 
to more conventional methods for increasing factual knowledge about 
specific occupations and comminity organization, as well as for stimulating 
the development of more advanced thinking skills in low ability children. 

Data Analysis by Socio-Economic Leve l. In order to determine the 
effects of socioeconomic status on changes in academic performance and 
behavior following the dramatic play program, the sample was divided into 
three SES groups by using the Holllngshead scale for occupation of father. 
The upper SES group was composed of 39 children whose fathers were 
executives, proprietors of large concerns, and professionals. The middle 
SES group included 28 children whose fathers held such occupations as 
business manager, technician, clerical and sales workers. Although skilled 
manual employees are usually classified as lower-middle SES on this 
scale , they were combined with semi*skilled and unskilled occupations to 
lonn lUr Ujwcr SRS group clue to the small number of cases in the latter 
t *iti'>V»i irs» Tho liiwcr SKS gruup contained 23 children. 
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Variables 


Experimental 
Open Classroom 


Experimental 
Self -Contained 




Control 






U 


M 


L 


U 


M 


L 


U 


M 


L 


N 


12 


14 


7 


12 


4 


8 


15 


10 


8 


Social Studies 




















Inf omation 


80 .33 


77.28 


79.00 


85. 33 


84.33 


73. 75 


28.06 


24.10 


26.37 


Imp I ications 




















Fluency I 


0.08 


4.35 


1.85 


4.16 


2.75 


3.75 


2.40 


-0.60 


0.62 


Fluency 2 


1.50 


2.35 


1.00 


3.08 


1.25 


2.87 


2.06 


-0.40 


0.37 


Flexibility 1 


0.41 


0.92 


0.85 


1.06 


0.20 


-0.37 


1.16 


2.00 


1.50 


Flexibility 2 


0.58 


0.64 


0.71 


0.40 


0.10 


-0.12 


0.91 


0.50 


0.62 






















Titles 


13.83 


10.07 


6.58 


10.50 


9.50 


9.75 


4.13 


5.00 


2.62 


Descriptions 


-3.50 


-0.21 


-4.85 


-2.16 


-1.50 


-2.37 


0.73 


-3.00 


-1.12 


Places 


2.66 


5.35 


1.00 


3.00 


2.75 


2.25 


0.93 


-1.40 


1.87 


CAT - Total 


1.88 


1.26 


1.06 


1.45 

i 


1.30 


1.03 


2.01 


1.47 


1.03 



Note: Subtest variables have been omicted for brevity. 
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The average gains for each summary variable for each SES group 
are given in Table 8. The data for individual subtests were OTiltted to 
conserve space. A 3(SES group) x 3(treatment group) analysis of 
variance was carried out on the change scores for each of the ir^iasures 
that was used in the study* The results of these tests indicated that 
there were no significant differences among the three SES groups in 
relative progress on the Social Studies Information Test or the 
Social Studies Implications Test. On the Occupational Roles Test» 
upper SES children showed greater increases in the niimber of occupational 
titles that were given in response to the Mr. Thomas question coiq)ared 
to lover SES children; however » all other coiiq>arisons for this instrument 
were not significant. 

Significant SES effects were noted on each of the CAT reading subtests 
which favored the upper SES group » but these differences were not found 
for either the mathematics or language subtests. Similarly, no significant 
main effects due to SES were observed for the SCAN dimensions of classroom 
behavior or on the Classroom Behavior Inventory. In general » these 
findings with respect to socio-^economlc level were consistent among 
the three treatment groups. 

Therefore, the data suggest that the dramatic play program was as 
beneficial to children from lower socio-economic backgrounds as to children 
from more advantaged homes. At the same time » these findings must be 
Interpreted with care since children from severely disadvantaged backgrounds 
were under-sampled in the present study. 

Intervie ws with Classroom Teachers and Principals . In order to elicit 
tiie opinions of teachers and principals regarding the dramatic play program » 
interviews were conducted with each of the three teachers and two 
^ principals who were involved in the study. Each interview lac ted for 
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approximately 30 minutes. In general , each of the respondents indicated 
that they preferred dramatic play to the methods they had used 
previously for teaching elementary social studies* 

According to the teachers, the major advantage of dramatic play 
over more traditional methods was that it provided an opportunity to 
learn by doing which the teachers felt stimulated interest on the part 
of the students and promoted retention of the information .that was 
presented. The teachers indicated that the major benefits to the 
children were in the development of problem-solving skills, increased 
peer-group cooperation , and growth in oral language and communication 
skills. Each of the teachers reported that the children reacted very 
positively to the program and looked forward to the activities in the dramatic 
play community. Several teachers and each of the principals felt that the 
program was more effective with slower students in that it urec^ a 
concrete means for teaching abstract ideas which provided successful, 
rewarding experiences for these students. 

The major disadva^ntages that were listed concerned practical 
matters such as teacher preparation time and the effort required to 
set up and take down the coimunity in the self-contained class. Each of 
the teachers felt that a formal curriculum guide would greatly reduce 
many of the practical constraints involved in carrying out the program. 
A second disadvantage concerned the availability of space (both activity 
and storage space) and materials. Two of the teachers and one of the 
principals felt that the program would be inost effective if several 
teachers in the same school could share a common s.'>ace which could be 
used on a f lexable schedule , thereby eliminating the duplication of 
space and materials in a given school. Other respondents felt that the 
use of teacher aides and parent volunteers would enable one teacher to 
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There was general agreement that the program was practical in a 
self-contained classroom and that it could be extended to other 
grade levels* Each of the teachers indicated that they hoped to continue 
the program and felt that a four day time coonitaent was practical on 
a flexible schedule* Each of the teachers felt that the time devoted 
to social studies/occupational awareness did not reduce the amount of 
time they normally would spend on basic skill areas » and that a variety 
of other topics could be integrated into this type of social studies 
program. The general attitude toward the program was well summarized by 

the comments thrt , " ^its just a dog^gone , good con^lete program" and 

I'm really very glad we did it." 

Parent Questionjiaire * In order to sample parent opinions regarding the 
dramatic play program, each of the parents of children who were still in 
the participating schools in the fall of 1973 were asked to fill out 
the questionnaire shown in Table 9* The parent was requested to describe 
his child's reaction to the program by checking one of four alternatives 
to each question, i.e* , very much, somewhat ^ very little^ or not at all* 
The alternatives were numbered from one (not at all) to four (very much). 
The average ratings and proportion of most favorable responses are 
given in Table 9. 

Of the 78 questionnaires that were sent out, 68 or 87% were returned* 
It is clear from the data in Table 9 that the vast majority of the parents 
who were sampled felt that the dramatic play program was a positive, 
facilitating experience for their child and were sufficiently enthusiastic 
to recommend it to others. 

In addition to these ratings, the parents were given the opportunity 
to comment about the program i.: their own words* A list of these comments 
has been provided in Appendix B. 
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l>arenc Questionnaire for Dramatic Play 



I 



1 • Was ynur child excited abut the program? 

2. Did you see any benefits to your child 
fr:m being In the program? 

3. Did your child show Increased Interest 
in school due to the program? 



4. 



5. 



Did your child do voluntary homework 
on topics related to the connunity? 

Did your child show Increased Interest 
in library books on connunity topics 
dramatized in dramatic play? 

In his conversation » did your child 
give evidence of Increased knowledge 
and information on the community? 

As you drove or walked through the 
community t did your child show 
increased interest in objects (mailboxes » 
road signs » buildings , traffic laws , 
etc.) related to dramatic play at 
school? 

Did your child show increased interest 
in TV programs or newspaper articles 
on coimnunlty /dramatic play topics? 

At home^ did your child set up a 
''dramatic play community" or in any 
way dramatize what he had learned at 
school through dramatic play? 



!0. Woul'l you recommend this program to 
other parents at the school as being 
valuable for their child? 



8. 



9. 



Very Some Very Not at % **Very 

What Little All Much'' respon. 



Vbxch 





We would appreciate any comments you may wish td make about the program, 



I 



86.15 
61.90 
50.79 
16.66 

27.41 

77.77 



71.42 



33.89 



18.03 



82.53 



(See Appendix B) 



ERIC 



McKinuey and Golden • 46 

In general, of the 29 comments that were made spontaneously 25 
reflected strong parental support for the program. Two parents felt 
that the program detracted from the time devoted to "academic si^Jects" 
and two felt that they could not evaluate the program independently 
from other school and/or connunity experiences. It should be noted 
that the former ranarks were made by parents of children in a school 
where the program was in its first year. Thus, they may have been 
unfamiliar with the purposes and rationale behind the program. 

Summary and Conclusions 
The major objective of this study was to assess the educational 
and behavioral impact of dramatic play in a model community as n 
technique for teaching social studies and occupational awareness in the 
primary grades. The data supported the conclusion that the dramatic 
play program was effective in producing greater gains in factual knowledge 
relevant to the objectives of the second grade social studies curriculum 
than were regular classroom procedures. Also, the results indicated 
that the dramatic play program facilitated the development of greater 
occupational awareness in second grade children at a more abstract level 
than that observed in classes which were taught by more traditional 
methods. In addition, the findings reported above support the assertion 
that dramatic play had a positive effect on the development of more 
productive and imaginative thinking about community organization and social 
relationships than more traditional teaching methods. 

These findings substantially replicate those of the previous 
evaluation of the dramatic play program (McKinney and Golden, 1973). 
M(>ro importantly, the results of the present study indicate that this 
.»}M>r(»;u'h t'an ho as et'fective in teaching social studies and occupational 
^ awaroiioss wlien carried out In a regular self-contained classroom as 
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when implomented in a specially constructed opon classroom environment, 
I'hus^ the data suggest that the program can produce consisti^nt results 
over A period of time with different groups of children and can be 
ottectivc when modified for typical classroom settings. 

Unfortunately, the data offer very little support for the assumption 
that students who participated in the dramatic play program would 
show more productive, task-oriented and cooperative behavior in the 
classroom than students in a regular elementary education progran. 
Although the analysis of student behavior patterns suggested that the 
program may have had a positive influence on task-oriented behavior, 
these effects were not consistent across various categories of behavior 
among the expcrirental classes. Children in the open classroom group 
displayed higher frequencies of attending behavior and less distractability 
following the program compared to those in the other classes , while those 
in the self-contained experimental class showed increases in constructive 
class work and decreases in social conservation in relation to those in 
the other classes. Accordingly, these differences might be attributed 
to the unique characteristics of the various classes and the kinds of 
activities that occurred during the language arts period rather than to 
the effects of the program as carried out in different settings. 

Similarly, the analysis of changes in teacher ratings on the 
Classroom Behavior Inventory offer very little support for the contention 
that the dramatic play program would have a profound intact on the teacher's 
perceptions of the academic and social bphavior of their children. 
Although children in the open classroom groups were rated as less 
distractable following the program, those in the self-contained experimental 
class were described as more dis tractable and less task-oriented. The 
interpretation of these findings was complicated by the presence of highly 
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significant differences mong the three groups in the pre- test ratings 
which seemed to bias both the direction and magnitude of change that 
could be measured by the scale* Also , these results were inconsistent 
with those obtained from classroom observations using time^-saapling 
techniques* Apart from the ambiguities of these results , the ratings 
and comments of parents regarding the enthusiasm and interest 
displayed by their children were decidedly unafld>iguous* 

In general, the hypothesis that students in the dramatic play 
program would demonstrate greater gains in reading , language and mathematics 
achievement than those who did not receive dramatic plsy vas not supported* 
A review of the methods and amounts of instruction that were oftered in 
each of the five classes in the study revealed rather marked differences 
among the groups in the types of skill programs that were used and the 
emphasis that was placed on certain academic areas* For example , the 
scheduling of various skill periods and the availability of workbooks 
and individualized math and reading series varied from class to class 
and from school to school* These variations in instructional materials 
and procedures seemed to be due to differences in the resources that 
were available to individual teachers and to an attempt on the part of 
the teachers to individualize instruction for their students* 

Since the average gains in achievement for the separate classes which 
were selected to form the treatment groups differed in a number of academic 
nreas » the variation among the treatment groups may be attributed more 
ronveniently to differences in the instructional procedures that were 
u.seii by the classroom teachers rather than to the dramatic play program* 
This interpretation is consistent with a large body ot literature 
concerning the impact of teacher variables and curriculum variations on 
^ academic achievement in specific subject areas (e«g*9 see Gage, 1963; 
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Travers, 1973). Also, previous research In curriculum evaluation Indicates 
that the impact of a given program In one academic subject is greatly 
limited by the specific content that was taught. Therefore, since the 
basic skills program in the various experimental classes was not 
related in terms of content, or integrated into the dramatic play program 
in a systematic fashion, one would not expect a large carryover or 
transfer effect from the dramatic play program to more remote measures 
of over-all reading, language and mathematics attainment. 

Perhaps of greater iiq>ortance is the implication that since all 
of the groups made significant progress in reading, mathematics and 
language achievement, more attention and effort can be devoted to social 
studies and the development of occupational avareness in the primary 
grades without detracting from educational programs in basic academic 
skills. This conclusion was generally supported by the opinions of 
the classroom teachers and principals %fho were involved in the program. 

It was apparent from both the interviews with these professionals 
and from the responses of parents to questionnaires that the dramatic 
play approach to social studies/occupational awareness provided a positive, 
successful educational experience for their children. Perhaps one 
of the morr notable measures of success was the degree of professional 
Interest and parental support that was displayed for this effort. Also, 
of particular Interest in the present study was the finding that the 
dramatic play program was as beneficial to children from lower socio- 
economic backgrounds and ability groups as to children who were more 
socially and intellectually advantaged. 

In summary, the findings of this study suggest that dramatic play 
techniques may be used as an effective alternative to more traditional 
Q me^hcds in teaching elementary social studies and occupational awareness. 
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rhc ivsults genorally support the notion that many abstract concepts 
iibout the organization and operation of a community can be taught more 
effectively by procedures which take advantage of the child's direct 
experience as opposed to methods which rely solely on verbal and 
symbolic modes of presentation. 
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Social Studies Implications, Infornation and 
Occupational Roles Tests^ 
It was hypothesized that participation in the dramatic play program 
would increase factual knowledge and facilitate productive and imaginative 
thinking and problem solving skills in regard to social roles, relationships, 
and conununlty functioning. A survey of standardized testing instruments 
failed to uncover any measures which were appropriate for the age level 
of our subjects and relevant to the topics described for the Chapel Hill- 
Carrboro second grade curriculum. Two tests were developed by Frank 
Porter Graham research assistants to measure these aspects of the program: 
the Social Studies Implications Test and the Social Studies Information 
Test* 

Social Studies Implications Test 

Variable . Relying upon the ideas of Guilford (1967) and Torrance 
(1962) the Implications Test was developed to measure changes in 
divergent-productive thinking in regard to social relationships and 
c oiununi t y f unc t i oni ng • 

Description , (The Implications Test was developed and utilised 
during the 1971-72 school year*) A series of hypothetical situations were 
written which called for divergent production of semantic units, and 
semantic implications. From this initial list, two questions were 
chosen which seemed likely to elicit a wide range of response* The 
questions involve two types of response requests: the first (Space Man) 
requires the subject to generate information-gathering questions about 
the hypothesized situation; the s3.cond (Policeman) calls for the production 
of consequents of the given event. The questions are as follows: 



^Social Studies Implications, Information and Occupational Roles Tests 
^ were developed by Kathi Perkerson and Jeanne Mason. 
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1. Pretend you are an astronaut and you have just crash landed 
on another planet. You are not hurt, but your spaceship is 
wrecked. You will have to live on this planet. When you 
climb out of your spaceship a strange looking little man is 
standing on the ground. What questions would you ask him 
about the place you have just landed to see if it is a good 
place to live? 

2. What would happen if there were no policemen in your town? 
Procedure. The Implications Test and the Occupational Roles Test 

were adminis.tered during an individual testing session which lasted 
from ten to twenty minutes. began the session by explaining that 
she had some questions to ask S^, and she would write down his answers. 

explained that this was not part of the regular school work and that 
the purpose was simply to see what thought about some special things. 
It was also emphasized that there were no right or wrong answers so 
should just think hard and say what he thought about the questions. 

E read the questions verbatim and used pro?>es and positive verbal 
reinforcement as often as was necessary to elicit maximum response from 
S^, e.g., "You're thinking of some very good answers! What else would 
you ask to see if that's a good place to live?" "I like the way you're 
thinking so hard about this." 

Scoring. S^'s responi^es were written down verbatim and later typed. 
The categories into which responses were coded were developed during 
the 1971-1972 school year when 77 experi^^ental and control subjects were 
tested with this instrument. The categories and examples for each 
question are listed below. 

The coded protocol yields two scores per question per child. The 
fluency score is based upon the number of relevant responses. The 
^ fit 
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The flexibility score is based upon the number of categories into which 
these responses are coded. For data analysis the fluency and flexibility 
scores for both the questions were combined to yield one fluency score 
and one flexibility score per subject per session. 

Categories and Sample Responses 
Ques^tion 1;_ Spaceman 
I. Relevant Questions 

A. Location or Name of Planet 

What place is this? 
Where did I laiid? 

B. General Conditions (questions about physical environment) 

If it is cL big place or a small place? 
What's it like on this planet? 

C. Inhabitants (includes questions about "the little man" and 
about others who might inhabit planet?) 

Is there any other creatures? 
Do you have any friends? 

D. Life Support (questions relating to planet's vital resources 
which would be necessary to sustain life) 

If you could breathe? 

Where do I live? (only questions relating to the need for shelter 
are scored in this category; any reference to a house or tiome 
to stay in is scored in Comfort - E) 
Do I have to wear special clothee? 

E. Comfort (questions relating to personal comfort and nonessential 
facilities) 

How do I get to the bathroom? 
Do they have good beds? 
Does he have games? 

F. Return to Earth (questions relating to how one might be able to 
return and questions about repairing damaged spacecraft) 

Is there anything that can take me back to earth? 
How do I get my spaceship fixed? 

G. Safety 

Are there any things that will kill me? 
^ Is there any danger? ^3 
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H, Institutions and services 

Do you have to go to school? 
Where do I get money? 

!• Specific job titles 

Are there any: 
astronauts 
lawyers 

II. Irrelevant Questions 

A. Elaboration of a relevant question 

What could you eat (D - Life Support)? I like to eat hamburgers 
and f rench fries and I would hope they have some. (Irrelevant 
Elaboration of D) 

B. Egocentric - fantasy elaboration 

He could land in the water and save himself. 
A boat might cone save him. 

Question 2; Poli cemen 

!• Relevant 

A. Egocentric 

My father could protect me, 

I would be safe in my basement, 

B. Apprehension of Criminals (protection of property and nonspecific 
crimes) 

Robbers would be robbing jewelry stores, banks, etc. 
People would get in trouble a lot. 

C. Enforcement of Traffic Rules (vehicular & pedestrian) 

You wouldn't know when to walk across the street and you'd 
always die, 

D. Protection from Physical Harm 

People could kill you. 

There would be lots of riots. 

E. Provision of Services other than Law Enforcement 

Wouldn't be anybody to save somebody if the ambulance wasn't 
there on time. 

If we got lost, there wouldn't be anybody to help us find the 
way home, 
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F. Individual Responsibility for Maintenance of Order 
I'd catch them myself, 

I'd see the governor and see v/hat he could do *cause we need 
some • 

G. Remote Consequences 

There wouldn't be a judge. 

Maybe there would be no more courts. 

People wouldn't be in jail anymore. 

II. Irrelevant or Narrative 

Houses might catch on fire. 

We can make a jailhouse and we can make a police car. 

Evaluation. Ninety experimental and control children were tested in 
October and again in May. A test-re test reliability coefficient was 
calculated for the 24 control subjects' fluency and flexibility scores. 
The coefficient for the fluency score was in the expected direction but 
did not reach significance (r=.32), Test-retest reliability for the 
flexibility scores was significant at the .05 level (r=.42). 
Occupational Roles Test 

Variably, In order to measure awareness of the occupational roles 
which could be assumed by adults the Occupational Roles Test was developed. 

Description. The problem posed to the subject is a simple one: 
"Mr. and Ms. Thomas just moved to Chapel Hill and they need jobs. What 
jobs do you think Mr. Thomas could find aroud here? What jobs do 
you think Ms. Thomas could find?** 

Procedure . This test was given in conjunction with the Social Studies 
Implications Test in an individual testing session with each child. The 
Implications Test was administered first with tie directions described 
above and no further directions were given. 

Probes and positive reinforcement were used to elicit maximum response. 
Once the ^ exhausted his list of possibilities for Mr. Thomas, he was 
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asked about jobs for Ms. Thomas. If £ responded by saying, •Veil, Ms, 
Thonas could have all of those jobs I just told you for Mr. Thomas," 
£ agreed and terminated the session. In most cases Ss continued to list 
jobs for Ms. Thomas. 

Scoring . Responses for '^Idr. Thomas" and "Ms. Thomas" were tallied 
separately. Each relevant response was tallied under one of three 
categories: job title, job description, job location. Thus, scores 
on this test are frequencies of response in three categories* A few 
responses were considered unscorable because they were too vague, too 
fantastic, or described a social role rather than an occupational one. 

Sample Answers 

1. Job Title: ambulance driver 

bank teller 
carpenter 
dairy farmer 
electrician 

2. Job Description: teaching kids in college 

shoot off to the moon 

give shots and take temperatures 

be a road fixer 

cook food at someone's house 

3. Job Location; work in a gas station 

work in a book store 
work in a lib,rary 

4. Not Scored: toy keeper 

peanut butter job 
pie man 
daddy 
housewife 

Social Studies Information Test 

Variable, This test was designed to measure factual knowledge acquired 

in second grade social studies. The Chapel Hill-Carrboro Curriculum 

Guide for second grade social studies was used as a base from which to 

draw questions appropriate for the topic of study, "Neighborhood and 
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Conciunlty , *' e.g., helpers in the community, transportation and communication, 
culture, physical environment. 

Description. The Information Test developed and utilised during the 
1971-72 school year was revised in the early fall of 1972. The questions 
were divided in.o two major areas, General Information and Occupational 
Information. Thirteen questions were selected from the original test which 
related to General Information. Two new questions were added to form 
a 15-item General Information Subtest. 

The Occupational Information Subtest was designed to focus on three 
aspects of occupational roles: job titles, behavior, and equipment 
needed for a job. Five questions from the original test were included 
In this subtest. Sixteen new questions were added to form a 21-1 tern 
Occupational Information subtest. 

The selection of questions for both subtests was based upon two 
objectives: (1) to sample equally from the various content areas described 
In the Chapel Hill-Carrboro Curriculum Guide, i:nd (2) to sample at several 
levels of difficulty. The eighteen new questions were pilot tested with 
a small sample of second grade children to check for ambiguities. The 
resulting Social Studies Information test was a thirty-item qites tlonnalre , 
w^.th fifteen items on each subtest. Ninety second grade children were 
pre- and post-tested on this instrument. See Scoring section for questions 
and sample answers. 

Procedure . The Social Studies Information Test took approximately 
twenty minutes. JE Instructed ^ before the questions began that she wanted 
to find out how much second graders knew about the place they live. , that 
his answers would be written dc:;n, but that this was in no way part of 
his school work. 

The questions were read verbatim and were repeated upon request by 




S^ or ii no response was elicited. One probe per question was given, e.g.. 
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"Can you think of another comnunity worker who works all night?" If £ 
did not know the answer to the question, E proceeded with the next question. 
If had difficulty in answering several consecutive questions £ made a 
coinroent such as, "Some of these questions are hard» let*s try the next 
one.'* Reinforcement was given generously to stimulate the subject to 
do his best, e.g., '*You are thinking of some very good answers!" If the 
subject gave more responses than were requested, all responses were 
recorded. 

Scoring* Each question was scored on the basis of six points. The 
subject's response was given a score of 6 or 0 for a one-answer question 
and a score of 2, 1, or 0 for each part of a three<-answer question. Thus^ 
on multiple-answer questions, answers which are not fully adequate may 
receive partial credit depending upon the quality and degree of generalisation. 
The subject's responses should be matched against the sample answers 
given below. Any unusual responses which are not typified should be scored 
according to the examiner's judgment. 

In scoring, the following general rules should be etssplayed. 

(1) If on any question requesting job titles, the place, vehicle, 
or instrument, e.g., firet^uck, police station, ambulance. Is named 
instead of the job title, 1/2 credit is given. 

(2) If gives more responses than required, score only the first 
three responses given. 

(3) If two answers involve the same job, etc., give credit for only 
one answer. 

(4) If any extraneous answers are given for one-questions, score 0. 

Questions and Sample Answers 
General Information Test 

1. If you want to send a letter from Chapel Hill to New York City, what 
EI\IC would be the fastest way to send it? 
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6 Points 0 Points 

Airmail Mailbox 
Airplane Mailman 
Air 

2. In Florida they gro^i^ a lot of oranges; in Idaho they grow potatoes; 

in Japan they make good cameras and radios; in Switzerland they make 

watches. How are all these things brought to Chapel Hill from far 

away so that your family can buy them if they want? (Obtain three 

methods of transporting goods.) 

2 Points 0 Points 

Airplane Mailman 
Truck Trailers 
Ship 
Train 
Bus 

3. In what state do you live? 

6 Points 0 Points 

North Carolina Carolina 

4. A stamp is cancelled at the post office. What is cancelled at the 
bank? 

6 Points 0 Points 

Checks Money 

Bills 

5. Who is the President of the United States now? 

6 Points 0 Points 

Nixon Any other response 

6. What are sone ways we find out about what is happening in the community? 
(Obtain three) 

2 Points 0 Points 

Newsp ap e r Walking 
Radio Letters 
Television Policeman 
Field trips 

7. Ifliat does thlfi sign mean? (Show Yield sign.) 

6 Points 

Slow down and watch for the other cars coming. 
Give way to other cars that are coming. 

0 Points 
Stop 

9 You've got right-of-way 
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8. There are sone things in your neighborhood that nobody owns but everybody 
shares, like the streets, for exanplc. Name soinc other things that arc- 
shared by everyone. (Obtain three) 

2 Points 0 Points 

Sidewalks Pools 
Telephone wires Trees 
Playgrounds Restaurants 
Signs 
Libraries 

9. How much does it cost to send a letter by first class from Chapel Ulll 
to Raleigh? 

6 Points 0 Points 

$.08 Any other response 

10. In what country do we live? 

6 Points 0 Points 

United States of America Any other response 

America 

United States 

11 « How do people choose someoue to be president of the United States? 

6 Points 0 Points 

Vote Any other response 

12. How old do you have to h'e to vote in a national or federal election? 

6 Points 0 Points 

18 years old Any other response 

13. How does the government get money from the people? 

6 Poi nts 0 Points 

Taxes Any other response 

14. Who is mayor of Chapel Hill? 

6 Points 0 Points 

Howard Lee Any other response 

15. The food that your mother buys in a grocery store like potatoes , carrots^ 
and le*:tucc is grown by fanners. To what special place is this food 
carried before it goes to the grocery store? 

6 Points 0 P 'nts 

Market Any other response 

Occupational Information Test 

1. Most people go to work in the morning and come hon:^ about dinner time. 
Name three kinds of community workers who work all night. 
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2 Points 

Policenan 

Fireman 

Doctor 

Track drivers 



1 Point 

Fire truck 
Ambulance 



0 Points 

Restaurant 

Construction workers 



2. There are a lot of people who keep us safe in our community. Name 
three safety helpers. 



2 Points 
Fi reman 
Policeman 
Murse 

Health inspector 



1 Point 

People that help 
keep things 
sanitary 



0 Points 
Guards 
Parents 
Government 



Man in Health Department 
that checks food we eat 



3. There are other people who work in hospitals besides doctors and 
nurses. Name three other types of jobs in the hospital. 



2 Points 

Ambulance 

people 
Chaplains 
Candy stripers 
Dieticians 
Data processors 



1 Point 

Ambulance 
Check people 
in 

People who give 

x-rays 



0 Points 

Bandage maker 
Give medicine 
Maids 
Clinics 



4. Name some jobs in a grocery score. 



2 Points 
Manager 
Cashier 
Butcher 
Stock boy 



1 Point 

Cash register 
Meat man 
Bagger 



0 Points 

Cash check 

Help people find 

things 
Loading groceries 



V;hat is the group of people called that help the mayor run the city 
government in Chapel Hill? 



6 Points 

Board of Alderir^ea 



3 Points 

City Council 



0 Points 

Any other response 



6. Name three things a postal clerk does to a letter in the post office. 



2 Points 

Cancels the stamp 

Sorts them out 

Stamps it with postmark 

0 Points 

Puts stamp on 
Stamps it 
Puts lines on 



1 Point 

Lines stamp 
Puts date on 

Puts into machine to separate 
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7. If a man has been found guilty of a crime, who tells him what his 
punishment will be? 

6 Points 0 Points 

Judge Police 

Jury 

8. On an airplane, a stewardess does a lot of things to help passengers. 
Name some things she does. (Obtain three) 

2 Points 1 Point 
Serves food and drinks Serves 
Helps people who are sick Gives aspirin 

Welcome passengers on plane 

0 Points 

Helps pilot 

Puts your seatbelt on 

9. To get a driver's license you must go to the Department of Motor Vehicles. 
What three tests does the examiner give you before you can get your 
license? 

2 Points 0 Points 

Written law test Any other response 

Sign test 
Road test 

10. l^at does a bank teller do? (Obtain three) 

2 Points 1 Point 

Cashes checks Puts money in 

Takes deposits for checking account Checks and stamps your check 

Counts money ^its money in safe place 

0 Points 

Lets you borrox^ money 
Saves your money 
Gives you the money 

11. A fireman needs a fire truck to do his job. What other things does he 
need? (Obtain three) 

2 Points 1 Point 0 Points 

Hoses Bells Steps to go to bed 

Ladder Things you squirt Clothes 

Ax water with Tank 

Fire Pun:p 

12. What special things does a policemai need to do his job? (Obtain three) 

2 Points 1 Point 

Gun Spray thing so can*t see 

Uniform Things to fasten up hands 

Whistle Things to call in places 

71 
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0 Points 
Helper 
Knife 
Speaker 

13. What special things does a postman need to do his joj? (Obtain three) 

2 Points 1 Point 0 Points 

Mail truck Car Clothes 

Mail bag Bag Stamps 
Mail Machines 

14. What special things does a control tox^er operator need to know to 
do his job. (Obtain three) 

2 Points 1 Point 

When airplanes are cosiing in Where to locate airplane 

If runway is clear in case of emergency 

Weather conditions 



0 Points 

How to work machine 
How fast plane is going 

15. A gas station attendant needs a lot of things to do his job. He 

needs gas to put in your car when it's empty. Name three other things he 
needs . 



2 Points 1 Point 

Gas pump Things you keep gas in 

Air pump Things to pump up tires with 

Hydraulic lift Things to make cars go up to 

fix under 



0 Points 

Cash register 

Electricity 

Cord to ring bell 
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CjT'p-. fa:ioT / pJrcicifwiiton 

Coii itruccive CUss Work 

Inutaci Ta»ic Orleoced Coav-r- 
Kxiutf5ti»-:^ %V>rff Work 

Work PrfTaradoii 

NoR-Corjurvcsiva Activiry 
InUiittrtj &ycUl Coavrrsacfon 

Social T:\;^ccion 



ira.'prapriac* Coop^racton / 
Dotractlirl'iiy 



WorK»r^ wiih 3 loLhsr chi'd c;i.a u-acher approved 
2cciv:ly. 



SeU-difccttrJ aciiviry IsaJng to a teachsc-? '♦p:e<J 
prov'acc or ^al. 

Self-d:rcc:ed acriviry, roc pirt of curricuVirnbut 
teacher accepretl. 

Task oxiencm! iateraction vi:n pe±r. 



Goin^ beyond currertc task bounds. 



Paying aRsnCton* 

Activity rot part of task, preparing for task or 
cleaning up after it. Generally time vasctn^. 



Epff^''cip;: rut'-'?, sayi."^*, qas*.?, 

Raiii.^j hjnJ to answer a cj'jtbtiaa, 

WorVu-.gnna Jf>jrt project, joir.t 
p3r(>cipa:ioa in a conversation 
abou: a Ijsson. 

Doing as3igTKntr:>i, rfadiaj^, ytr ".j 
a paper, vorktnj, 

Dain^ educational puzzles, £;3mes, 
dr3v.ing. 

Starling a conversaCion about school 
>ark« asking co borrow a book* 

I'm finished— i:t there another sheet 

to do?" 

Listening careftjily, vacching closely. 

Pencil sharpening, getting ready, 
erasing, finding material. 



Activity inTp!Tr7T2 lary: mtxscle STU5p5, s^lf-^hrrcred. Running, dancing, vanderJngarwrrf.- 



Self 'directed accivic/ not leading to a teacher accepted 
^acl or product. 

Ini:i2ttng social interaction with pu*er thac does not 
i^cUitate task relevant behavior* 



Conversing about things othsr than school vork. 
Irivtfricting inappropriately. 
Vi:»ual vanderl-ig, visual chec'cng* 



Re^pondirg to Interml StintuU Not aiterding to teacher or peers* 



RfrST^mJin^ passively 
Se.^kzrg l.iiurTiarioA 
S<f<:k;n^ S^ipport or Praise 
y*5Ti-^ifntcy t^ Teacher 

Bc>i>r»-»j / J.' y?riry 
J : • /V 1 1 • A .1 S4» rt I rfrt 



V/aitng for directions, vairirg for teacher to give 
directions. 

Asking Tor information or js:>istancc fcum tcJchcr of 
pee.-s. 

A^kin;; f-r S'ipport or prjise frorr; teacher or pccrn. 



Approaching or being ncjr leather. 
Acccpti.»^< l.clp in a p,i»tycv/jy. 

t 

Activt 4»r p«>-'*»ivc rt>iMJi»wV to atsll: »rtly. 

Mjn.;nt( of f»UK*r.-> f»»r iu.rMMs.»| jr'«f». 
I'mm;: tt: •pprf*pri.iS» tiuatf^ U* |»* J :itivi'ht n.; 



Banging pencil on desk, scribhiirg, 
playing v>h«n wnrk is assigned. 

Starting a conversation about aft^r- 
school activity, a friend, or a 

Talkirg about a party, planning after- 
school activity, tiiking about a friendi 

Tal'xTng out when hands are to be raised, 
prr.T.itting another child to copy. 

l^iklng cut vrlndow, looking e round, 
looking up wnea child comes near* 

Daydreaming, staring into space, 
scraCchirg. stretching, yawning. 

Standing next to tejcher without paying 
cfi>5c attention, approaching child 
iM'Ji'ively* 

Asking questions, ss\ing for help. 



AsVirjr tcJchcr to look at v»ofk or to 
till if work is correct. 

Srasul*.';; close* tu tcjchcr, waiting; for 
hci' t%» pay attention. 

r^.f<4r.i-ly a;-icptin.rh *lp friMii teacher 
or ivt't witti i:ti itivulvcmi'itl , 

IU'f:M:-»j; M ft>|!tv.v ihrivtiiMis, failing 
to ^.ar tcaclf.T. 

Thii'<i!« i»*<r^. tU'iiiamhii;;, oiiUriMj;. 

Pv.<ti-nt»^, %ktiiiiitt^. i'ryii'j:, t'Ktwntrt}*. 



Taak rclfj/ant, Co<.pt: 
Task relevjnt, Coup< 
Task-rcUvane, Coopi 

Task-relevant, Indep 

Task-relevant, Indep 

Task-re'evanr, Indcp 

Task-rdevaot, Dep« 

T^sk'televant 
Task-irrelcvant» ]nd 

* Task-irrelevant, Ind 
Taslcirrelevant. Ind 

Task*irrelevanc, Ind 

Task-irrelevant 

Task-lrrelsvaat 

Task'irrelevanc 

T9st'irreIe«aoc 

Task*irte!eva(it 

Dependent 

D*.*pt'oidci!t 

D'jpcnderi 

Dependent 

A};i:v«.'M»ii»n 

Ag^rvs;*ii»<i 
A(:^rcssit'a 
A);j:re^.<»»n 
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TABLE 1 

CLASSROOM BCHAViOR INViuMORY 
Short Fore, K-1? 
Earl S. Schaafer and May Aarorison 
(Ice!?3 by Categories) 



TASK ORIEMTED 



Works aar-escly at his classwork; doesn't take it lightly. 

Watches carefully when teacher or a classinate is showing how to do soiaatlv-nz 
Sticks with a job until it's finished, even if it is difficult for hira. 

DISTRACTIBimT 

Is quickly distracted by events in or outside the classroom. 
SoMatices pays attention; other times must be spoken to constantly 
Often cannot a.nsivsr a question, because his mind has wandered. 

HOSTILITY 

Tries to get even with a child with whom he is angry. ' 

Gets angry quickly when others do not agree with his opinion. 

Ridicules and mocks others without regard for their feelihgs! 

CONSIDERATENESS 

As/aits his turn willingly. 

Tries not to do or say anything which would hurt others. 
Gives the other an opportunity to express his point of view. 

^rr r-AVERsiox 

Laughs and smiles easily and spontaneously in class. 
Likes to express his ideas and vie^/s. 

Does not wait for others to approach him, but seeks out others, 
II^nEOVERSION 



Has a low, unsteady or uncertain voice when speaking to teacher or a 
group of class'jiates . 

Is usually sad, solena or serious looking. 

Tends to xclthd csr,'j isolatp hiznself , even x-/hen he is supposed to be 
workiag Xfith a group. 
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Comments Made By Parents on Parent Questionnaire 

"There was a definite increase in vocabulary. Reading improved- 
general excitement and enthusiasm about what they were doing. Personally, 
since we are ^oncentrat:ing now on career education in the upper grades, 
I felt here it was being implemented in the early grades and the children 
were definitely av;aie of the importance of every person's job. Think 
it was a fantastic program and sure vzish it would be continued." 

"I found ^entering in family conversation more and telling 

of her visits around town to the teenage members in our family." 

"I was amazed at the number of sophisticated concepts that my 
daughter not only was exposed to, but could discuss at the end of this 
remarkable project". 

"He said it was a dramatic play and very exciting. I asked why, 
and he said, the men with cameras and mikes would listen to what they 
bad to say." 

"I feel that the dramatic play program was very helpful in 
providing my child with an understanding of real life situations. It 
also stimulated independent thinking on her part. I also think that the 
program may serve as an aid in helping children to adapt to and become 
a part of the changing and sometimes rather confusing social structure 
that they have to deal with in that the program gives them a basis for 
thinking problems through and dealing with other people on a one-to-one 
basis." 

"Maybe that I can help sometimes on Wednesdays." 

" was very enthusiastic with the community program. Her 

interest in school was much better and her attitude improved." 

"Our regret is that this program cannot reach every child in the 
school system. It is an excellent program in every way and is a 
both interesting and enjoyable approach to learning about communities 
and how they work." 

"My child was quite excited about the program and gained a great 
deal of knowledge and pleasure from the program. I consider the program 
more successful than my answers to your questions show." 

"I4y child enjoyed this program very much. He talk abut it 

a lot. He seem to get a lot out of it — about road signs, traffic laivs. 

It has help a lot. I am very happy, that show 

interesting in it*" 

"I think too much time was spent last year or this program and not 
enough time was given to academic subjects." 

"I am an avid supporter of the program. The "not at all" circles 
reflect 's interests, which might have been part of the community- 
sports, in particular — but were omitted. Certainly in Chapel Hill, 

o 7f; 
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Rainbow Soccer and UNC are dominating forces in many youngsters' lives. 
The "community'* was not localized or individualized in any way. I 
ara saying three things at once: (1) I lAke the program and would like 
to see it continued and expanded; (2) I think it might be localized 
more to reflect this particular comnunicy, cr any other it is used in, 
for example, Karlen and Chapel Hill are not the same communities clearly!; 
(3) I would like input from the children about what aspects of the community 
affect them and why." 



"I feel that this program was very valuable for . He showed 

an increased interest in his community. He certainly learned a lot 
about political processes and the organization of a town and its related 
services. I feel that the role playing done is very valuable to his 
development and appreciation of all types of job and people. I can 
only hope that he will have an opportunity to again participate in a 
program such as this. It has helped in his reading and math also." 

looked forward to "Community" day every week. She always 
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enjoyed, since she was 3, dressing up and acting out her feelings - 
so Community really interested her. I think the idea is excellent and 
hope funds can be found to continue the program. I also wish I 

could have observed the group to see how handled aerself . One 

negative comment, the hospital visit, the girls were given nurses caps 

automatically. Even commented on that, she asked me if girls 

could be doctors? That made me wonder if che Community girls and boys 
leaned toward stereotype roles. I can't believe that or I won't 

believe it. However, I was pleased could participate and wish 

all the 2nd grade Chapel Hill school children and had that opportunity." 

"I think this program has greatly accelerated learning about 

community resources. V/hen she did not quite grasp all the details she 
knew how to ask more questions. In addition to this gen*»ral information, 
I see this as pre-vocational exploration and very valuable for future 
reference. Thank you." 

"This questionaire is stacked, in so far as it does not assess (1) 
any negative effect (2) the relative merit of dramatic play in relation to 
more conventional methods of teaching. Also it is difficult to assess 
whether r.iild's interest in Community affairs is a result of dramatic 
play or a product of other stimulations in his environment. Our son, 
who is -one year older, and who was not exposed to dramatic play, discusses 
both local and national politics with me with a fair degree of competence." 

"As you know only participated in the program for the months of 

April, May, and June. The "Community" aspect of FPG was 's most 

positive feeling towards his new school. My husband and 1 continue 

to be amazed by what he learned from the program in such a short period 

of time." 

"I feel reacted in a positive way to this program; it seems to 

me, however, that his response was as much to the people running the 
program as to any of the structural specifics of the program." 

" I would recommend it for children until they are at least out of 
third grade ." 
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" did not have an especially satisfying school experience, 

many times not wanting to go to school — . Th:s program made the 
difference in whether school offered something worthwhile for him. 
Probably one of the few aspects that filled his needs — wish he had a 
similar experience this year — e:;cellent!" 

"I think (from comments we received) that enjoyed the program, but 

resented the amount of time spent on it. I do think her opinion of the 
program became more favorable as the year progressed, when the time was more 
scheduled. We felt she gained insight of the community through the study 
and were quite impressed, when viewing the vidao-tape of their dramatic 
session, at their role playing." 

"(//9) This was very true. It was so interesting to me to see what 
she had learned. She enjoyed acting out the various roles and still does . 

even now remembers so much of the information learned during the school 

years program. She re-enacts the village set up, and various roles with 
her doll house village, by setting up roads, signs, offices for community 
businesses and persons. I am so very impressed by what she has learned. She 
has certainly benefited a great deal — and we were glad to have her in the 
program. I highly recommend it!" 

" very much looked forward tc this part of the day — She enjoyed 

playing different "roles" in the comrauni cy and looked f onward to anticipating 
which role she would assume. It added a great deal to her entire school 
year — It instigated a good interpersonal relationship between the students 
(i.e., the changing of roles which conveyed responsibility)." 

"I personally think the program was pushed too much last year (too much 
time) to the point where I felt other subjects were neglected. Tlie program 
should be geared doi^n if reinstated." 
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"I would like for my child to have the same opportunity again th^s year. 
He would desir':* it, also. The personal letters were a good idea. I felt 
they were a little low-keyed. I believe 2nd graders can handle more complex 
sentences (lack of variety) to the letters as the year progressed. Therefore, 
their effectiveness was greatly diminished. However, it was still great 
program! 1 ! " 

" seemed to like the program but it has had little effect. Perhaps 

it would be well to advise the parents in advance and in detail of the type 
of social drama and define the results anticipated." 

" enjoyed aspects of the program in which she was free to grow — 

particularly dramatic play. She was bored by explanations in class — I infer 
that she enjoys "learning by doing"." 

"Reading was fun for ^when it was associated with the Community, 

his knowledge of how people must work together to make a Community operate 
well is still being evidenced in his conversations and activities of this 
year, a marked increase in spoken vocabulary, the periods of free play 

in the Community were especially enjoyable and meaningful for . There 

was a good balance it seems between structured and non-structured 
situations for children. All elementary school children should have an 
opportunity to experience this program." 

"Having seen two children improve their knowledge about community 
topics, I am very enthusiastic about this program. My only question ii}ff^ 
will an ordinary school, with its limited space, be able to adapt it?** 



